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Abstract 
In the last years, various documents have been published (Instituto Cervantes, 2012; CIEP 2013) which will become 
referents in reflecting, researching and initiating projects dealing with the foreign language teacher’s competence. 
Those documents present the teacher’s competences categorized, described, and in stages of development. However, 
we are not provided yet with an inventory of the resources the teacher uses. With this study we aim at contributing 
to initiating this path of identifying and describing the competent teacher’s resources. We will analyse an oral 
interaction task recorded in the Spanish Foreign Language classroom, with regards to the specific competence 
Promoting language use and reflection upon it (Instituto Cervantes 2012). Researches like this can aid to explore the 
foreign language teacher’s competence, thus facilitating his/her self-assessment and assessment, and to start up 
action research projects on the teacher’s competence. 
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1. The competences of the language teacher 
Foreign language education has achieved to stablish common parameters on the student and his communicative 
competence. Nowadays the focus is on the teacher: his profile, his education and training and the development of his 
competences. Thus, in the European context, in order to promote quality in education, some new projects and 
documents have been issued, which arouse high expectations within the scientific and professional community. One 
of these projects is the European Profiling Grid (Centre International d'Études Pédagogiques – CIEP- 2013), which 
sets six stages of professional development for language teachers and summarises their main competences and the 
background in training and experience that would be expected at each stage. Another of these recent documents is 
“Las competencias clave del profesorado de lenguas segundas y extranjeras” (Instituto Cervantes 2012, translated by 
the authors as ‘The key competences of teachers of second or foreign languages’), which describes the profile of the 
teachers in the Instituto Cervantes, presenting a description of the competences that the teachers in that institution 
have or are expected to develop along their professional life. The document is intended as a framework for in-
service training programmes in the Instituto Cervantes, and also for other professionals, aiding in the tasks of 
defining teachers profiles, informing guidelines for staff selection and teachers mobility and promotion; 
furthermore, it may serve as a referent for other centres and institutions when defining the teachers competences in 
their specific context, in order to approach teacher training and professional development, contributing in this way to 
improve language education. 
The document of the Instituto Cervantes (2012) draws on the concept of competence introduced by Perrenoud 
(2001: 509): 
Competency is the aptitude to address effectively a family of similar situations, consciously utilizing in a quick, relevant, and 
creative way multiple cognitive resources: know-how, abilities, microcompetencies, information, values, attitudes, and schemas 
of perception, evaluation, and reasoning.† 
 The key competences of teachers of second and foreign languages (Instituto Cervantes: 2012) include eight 
competences. Three of them are core competences, characteristic of the second or foreign language teacher: Setting 
up learning situations, Assessing the student’s learning and performance, and Engaging students in their own 
learning process. The document sets five more competences, which are shared with other professionals: Facilitating 
intercultural communication, Developing professionally as a teacher within the institution, Managing feelings and 
emotions at work, Taking active part in the institution, and Incorporating technology at work.  
 The above key competences are each subdivided in specific competences, for which the document provides a 
description and examples. The key competence Setting up learning situations is subdivided in the following specific 
competences (Instituto Cervantes, op. cit.): Diagnosing and attending students’ needs, Promoting language use and 
reflection upon it, Course and lesson planning and Managing the classroom. In this paper we focus on one of its 
specific competences: Promoting language use and reflection upon it‡. This study makes part of our PhD, in which 
we analyse in a larger corpus that specific competence. The Instituto Cervantes provides the following description 
for that specific competence: 
 Promoting language use and reflection upon it involves encouraging the students to reflect on how the language 
which is being learnt works and promoting its use. The teacher is sensible of the differences of language use in 
context, and he/she makes the students aware by providing them with a variety of language texts. He/she takes into 
account the students’ needs (e.g. age, educational tradition, learning styles) for promoting reflection upon language, 
departing from the students previous knowledge and guiding them in building new linguistic and cultural 
knowledge, and in the appropriation of new learning strategies (e.g. focusing attention on relevant issues, 
formulating rules, or identifying similarities and differences between the target language and other languages they 
speak or have learned). Moreover, the teacher fosters opportunities for language use in context by setting up tasks, 
 
 
†
 The translation is the presented by Castellón Rivera, D.E. and Clavijo Arboleda, C.E., in the document retrieved from 
http://www.wcupa.edu/KnowledgeCrossingBorders/2012/PDF/6.4.1%20Castellon%20et%20al.pdf. 
‡
 We wrote a previous paper where the data here presented was analised focusing on the specific competence Managing the classroom (see 
Franco forthcoming b). 
96   Ana Indira Franco Cordón /  Procedia - Social and Behavioral Sciences  178 ( 2015 )  94 – 99 
and he/she encourages students to use learning strategies (e.g. identifying the objective of the task and the extent to 
which the student can reach it, seeking support in natives or in consultation documents); he/she also proposes the 
students to self-assess their performance in the task (e.g. identifying errors, their possible causes and correcting 
them) and to evaluate the utility of the learning strategies the student has used in order to decide which to use in 
future tasks. (The translation is ours.) 
This specific competence is relevant for the focus of the study, the oral interaction tasks, and is easily observed in 
our data. 
2. Objectives, data and methodology 
The main aim of the present paper is to identify particular performances of the teacher, in order to analyse the 
specific competence Promoting language use and reflection upon it. We make a case analysis in order to obtain a 
detailed topography of the chosen competence landscape, thus assessing the viability of the description of the 
competence in the document (Instituto Cervantes, op. cit.), which may help teachers and other agents when using it. 
We aim to describe the skills and performances of the teacher and find out the effect they may have in the students 
participation in the oral interaction task.  
The oral interaction task analysed (see Franco, 2014a) corresponds to the genre of an interpersonal conversation 
(with the limits imposed by the classroom context), and it occurs at the end of the second semester of a Spanish level 
A2 course, at the Universidade do Porto (Portugal). The task consists of talking to a partner about a party in which 
the student took part recently. In the recordings the teacher gives instructions, then the students talk about their 
parties in pairs or small groups, and finally follows whole-class work. 
 The teacher in the data has reached one of the latest phases (3.1. or 3.2.) in the European Profiling Grid (CIEP 
2013) for the categories of training and qualifications, and is her second year at the Universidade do Porto. There are 
fiveteen students in the lesson class for this task. The audio-recording, which is our primary data, shows the 
performance of the task in a group of three students; we complement the analysis with a video-recording of the 
lesson, the lesson plan, the three students’ diaries, and the teacher’s diary, as well as a final interview with both 
students and teachers. The analysis follows a qualitative approach: we first analyse with no a priori categories, and 
secondly we refer to the above mentioned document (Instituto Cervantes, 2012), at this stage we review and polish 
the analysis. 
 The transcription code derives from a selection and adaptation of MAcWhinney (2000); Briz (1998,13) and 
Val.Es.Co. group; Grup de Recerca sobre Creences dels Professors de Llengües de la Universitat de Barcelona 
(Llobera, 2009); and García (2009, 331). For accessing the transcription code, see Franco (2014).  
3. Analysis and discussion 
 First, we will present the categories tree deriving from the analysis for the specific competence Promoting 
language use and reflection upon it (see figure 1). Afterwards we will comment on and exemplify the categories 
providing fragments of the data, not included here for reasons of space (see Franco, 2014a). 
 Note that the categories in blue are taken from the description of the competence in the reference document 
(Instituto Cervantes, op. cit.) and those not in blue are new categories developed according our data. The specific 
competence has been subdivided in the two main categories present in the reference document: promotes reflection 
upon language, and sets a task to perform. As shown in figure 1, the latter is the one which has gained a greater 
development. The category promotes reflection upon language consists of the subcategory facilitates the building of 
knowledge and this includes the lower level identifying simmilarities and differences between languages. On the 
other hand, the category sets a task to perform consists of a subcategory related to the latter, learning strategies, 
integrated by the following: seeks support in consultation documents (and the lower-level leaves at sight task 
contents), and seeks support in classmates (even though this is an aid very valued by the students at her diaries, in 
the Instituto Cervantes document there is no reference in this sense to classmates, but only to natives); on the other 
hand, the category sets a task to perform encompasses four subcategories which relate to the various phases of the 
task performed: planning, execution, monitoring and assessing, and repair and adjustment. Looking at the next 
level, the subcategory planning consists of subcategories which refer to the guidelines the teacher offers or fails to 
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offer to the students in order to prepare and execute the task. The execution phase has been subdivided into 
exchange 1, exchange 2 and exchange 3, as the analysis has shown the order is relevant; each of these are integrated 
by opening, thematic and closing sequences, with some differences between them, taking relevance how the teacher 
initiates the closing. The monitoring and assessing phase is integrated by the steps followed by the teacher when the 
small group work is carried out. As for the repair and adjustment phase, the data of this sole recording have 
provided us with subcategories related to different types of error repair or correction.  
 
 
 
 
Fig. 1. Categories developed for the teacher’s specific competence Promoting language use and reflection upon it (those in blue are taken from 
Instituto Cervantes, 2012, the other are newly created). 
 
 In the data (see Franco, 2014a), the teacher sets a task to perform, and, as long as she does it, she, up to some 
extent, enables the task to develop in several phases. In lines 1-20 we can appreciate how the planning phase 
consists of a long turn of the teacher, followed by a student’s question and the teacher’s response; then in the group 
of three students first it is confirmed that it is an oral task what they are about to start, secondly the group is arranged 
by two students accepting the proposal of the other student. Even though the teacher states several times that it is an 
oral task, it requires a confirmation after a student asking about it. However, the teacher when giving the 
instructions does not explicit the LCA nor the discoursive genre which are to be practised along the task (‘vais a 
hablarlo con vuestro compañero’, line 4; ‘cuéntasela a tu compañero’, line 6), even though she does explicit them in 
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her lesson plan. In the planning phase we can observe as well that the teacher focuses on the linguistic content (past 
tenses), which she mentions but doesn’t refer to explicitly, seeming that she is checking whether the students 
remember this content, using thus the task for assessing their knowledge.  
 The execution phase has been subdivided into the three exchanges performed by our group of three students 
recorded, in that differences related to the order of the exchanges may be found: for example, in the first exchange 
(lines 24-90), the student with the role of speaker, M, can have longer turns, as they devote more time to this 
exchange, and the students might need longer to start working on the task; moreover, the opening sequence serves 
for opening the exchange and the whole task. In the second exchange (lines 90-139), the students can compare with 
what has been said in the previous exchange (‘a mí no me invitan a fiestas’) and show agreement or disagreement, 
and it is also when the teacher monitors the work of the group. In the third and last exchange (lines 140-162) the 
closing sequence closes not only the exchange but also the task (lines 158-162) and the way it is closed differs 
notably from the previous exchanges: the person who initiates the closing is the teacher, by talking to the class and 
making the students move to the whole-group work; Z has been interrupted by the teacher but she, even overlapping 
her with the whole group conversation, decides to finish her story briefly in a whisper to LI.  
 The monitoring and assessing phase and the repair and adjustment phase take place at the final stage, during the 
whole-class group, but also simultaneously to the execution phase. We can observe how the teacher monitors and 
assesses the performance of the students and how repair and adjustment is done at lines 104-132, which happens at 
the third exchange of the recorded group of three students (we didn’t found any example of teacher presence in 
exchanges 1 and 2): in the data we can see how the teacher approximates without saying nothing, stands aside, 
listens before speaking and then takes part in the small group conversation. At this moment, her intervention serves 
also for facilitating the building of knowledge, thus the teacher promotes reflection upon language, up to some 
extent: first she takes part for correcting a lexical error (lines 110-114), and she does it by asking for repetition, 
which makes the student repeat the form exactly the same, and then the teacher provide the correct form, with the 
result of the student incorporating the correct form and continuing her account. Only a few turns later (lines 119-
128) the teacher takes part again for a grammar error correction, related to the use of past tenses, which, for the 
teacher, stands as one of the main focuses of the task, as it could be seen in the planning phase and will be 
mentioned again at the final whole-class work. Now, the teacher repeats the error asking for confirmation and 
giving a clue (the temporal marker that selects the past tense), and that makes the student and her partner provide the 
correct form. It is just after this repair that the teacher leaves the conversation of this group. In the final whole-class 
work, which we won’t comment in this paper for reasons of space, it is seen that the teacher is very present in 
controlling the repair. 
4. Conclusion 
The document “Las competencias clave” (Instituto Cervantes 2012) has been used as the reference towards which 
we have looked at different points during the categories development. It has helped in providing categories and 
examples for locating the new lower-level categories identified in the data analised. These new categories may help 
the practitioners better understand the competences which they are starting to deal with or haven’t used yet. We 
have applied the document in a different context than the Instituto Cervantes and we have complemented it with data 
from the classroom. For that purpose, the qualitative analysis and the classroom discourse analysis have proved to 
be useful. Further researches following a similar approach can shed some light for exploring the foreign language 
teacher’s competence, thus facilitating his/her self-assessment and assessment. Ultimately, the didactics of oral 
interaction will be improved, as teacher will also show better performance. Encouraging those studies, researching 
on various issues within a teaching team, and disseminating the outcomes would be a good way of obtaining useful 
tools for teachers’ education and development. 
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